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The Federation of Public Programs in.the Humanities is a national
organization of state humanities programs. Its purpose is to augment
the state programs' efforts to bring the humanities to the public
through shared inquiry, imagination and discussion with scholars
so that the humanities can be recognized as central to the values
of the people of this country and as a means of uniting the past,
the present and the future.

The state programs, groups of citizens from academic and public life
aided by professional staffs, receive basic grants from the National
Endowment for the Humanities. They carry out their purpose by
administering grants for projects planned and conducted by citizens
of their states.

Through demonstrations of the applications of the humanities to the
problems and possibilities of ‘ocal, regional and national life,
the state programs refute the notion that the humanities belong
strictly to the college and university curriculum. In 1978 the
state programs, the first of which began in 1971, spent over 22
million dollars, matched by cash and in-kind contributions, in support
of more than 24,000 projects. Their combined efforts reached more
than 23,000,000 people. Through public forums, lectures, debates,
filims and other forms of media, the state programs have made the
purposes and methods of the humanities available to the public in
ways as varied as the interests of the disciplines themselves.

The Federation enhances the work of the state programs by providing

a variety of services. Priorities and objectives established by

the delegates of the state programs to the annual meeting of the
Federation guide an Executive Committee in setting plans and .
policies. Federation activities fall under four headings: 1) Infor-
mation clearinghouse, 2) Meetings and conferences, 3 Spec1a1
projects and studies, and 4) Publications, including Federation
Reports (a monthly newsletter) and Federation Resources.

Federation of Public Programs in the Humanities
15 South Fifth Street, Suite 720

Minneapolis, Minnesota 55402

(617)332-2407

This publication is made possible with financial support from the
Division of State Programs. National Endowment for the Humanities
and the Schwartz Paper fo., Inc., Muncie, Indiana.
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INTRODUCTION

e

The Extracurricular Curriculum originated in a resolution
approved by Federation members at the 1978 National Conference
of State Humanities Councils. Introduced by the ..orth Carolina
Committee for the Humanities, it proposed a study of those con-
cepts and practxses in the academic disciplines which can promote
an éffective “public pedagogy” in the humanities. In the words
of the Oregon delegation, what was needed was scho1arship in “he
public humanities which stressed the need to “improve the scholar's
readiness to present and exchange ideas with the public as one
knowledgeable about h1story. Literature, philosophy and the
other disciplines.’

The essays were presented at the October 1979 National
Conference of State Humanities Councils. Slightly revised for -~
publication here, the essays do not, of course, address all the
issues or answer definitively the complex and difficult questions.
They are meant to e€xplore the uses of the humanities in public
programs in relatiop to the traditional and current interests of
the drsc1pl1nes and to discuss related matters which bear on the
conduct of projects and the activities of partxcxpating humanists.
The papers also display the capacity for scholarshxp in the state
procrams themselves.* They are a contribution to the intellectual
force of the programs locally and nationally. For as we encourage
individual scholars to think about the direction of their work
and its relation to the public we must as well reflect on the uses
of public programs and their relation to the d1scxp11nes and in-
stitutions which support them.

In using the phrase “public pedagogy" at times in the essays
we risk the introduction of a new debate over definition which
would rival -- though it seems impossible -- that over the defin-
ition of the humanities. OQur intention, however, is to suggest
a variation on classroon pedagogy which has itself, of course,
been the subject of considerable discussion. In an impressive
statement on pedagogy in the humanities, literary critic Roger
Shattuck has suggested a useful meodel.

A class is a device for opening up the full
resonance of a text. In it the sensitive teacher,
through suggestion or a kind of elementary pointing,
can induce a series of recognitwons of real or
imaginary experiences of one's own evoked by the
text -- recognitions of greatness of mind or spirit,
belonging not necessarily to the biographical author
but to his creative persona. Ultimately a class

* In all cases, however, the writers speak for themselves and |
not thewn organizations. O



helps & student reach a sense of participation in
the text itself, in the whole tradition of human
experience made available through literary art,
and in a group going through the same process.
Though he may later forget the specifics, the
sense of variety and intimacy will probably remain.

The “text" of a public program in the humanities may be an idea,
.its history, or presentation in a work of literature. Public
pedagogy, however, still requires the kind of participation,
often calted “dialogue”" in project guidelines, central to tra-
divional instruction. As the state humanities programs strive
to create public counterparts to the classroom, significant
issues emerge which call for careful deliberation.

The three papers in Part I attempt the important task of
conveying an understanding of the current state of three of the
disciplines which produce the "texts." Though certain tendencies
in Titerature, philosophy and history are criticized (in particular
those practices which insulate the humanities from the kinds of -
action in the public sphere that could sustain their humanistic
character), the authors cpeak plainly as they insist that the
humanities should not be used in public programs as collections
of results or techniques to be applied to social problems. The
authors show that what is needed is conceptual reorientation in
the disciplines; they sketch alterations in direction and approaches
that could reveal to the public the natural importance of the human-
ities even where they are not relsvant or useful in the utilitarian
sense. Alan Shusterman for literature, Fred Weber for philosophy
and Michael Sherman for history suggest that the needed changes
must be made on two fronts, for neither the topics for research
and classroom instruction nor. the professional policies governing
participation by academic humanists in public programs will change
independently of the other. They go on to suggest ways that the
state programs can be catalysts in such a renovation, ways the
programs can become more visible as public educators.

The same diagnoses, aspirations and rigor animate the
three papers in Part II, which treat factors common to all the
disciplines in their academic and public settings. For example,
at times it is not just literature, not Just ghilosophy or
history which sits in the dock, but scholarship as such. Richard
Lewis' paper treats the implications of this fact of contemporary
culture, illustrating his anmalysis and proposals with examples
from literary study. Charies Coles' paper focuses on the
audiences which gather at pdéblic humanities programs. On their
behalf, he criticizes a third party, the learning theorists, who
kave seriously neglected the situation of adults who wish quite
particularly to attend to the humanities. The nuances and un-
certainties of application involved in acquiring an understanding
of the humanities have not been duly appreciated by those who
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would take the lead in this aspect of adult education. Concluding
the series s an essay which describes the traditions and policies
of "rewards" in academic life, and their relation to the “service"
interests of higher education and the state humanities programs.

The six papers are appropriately introduced by Qak Winters'
essay on the story of the Danish folk highschool movement in the
19th and 20th centuries. He focuses on the role of the humanities
in shaping”the movement‘s leadership of the Danish renaissance in
the 19th century; implicitly, he advocates the adaptation of the
Danish model to suitable conditions in this country, as an approach -
to pedagogy in the humanities which could be practical, efficient,
inspiriting -- and for the public.

The Extracurricular Curriculum is evidence, we hope, of the
strong interest of state humanities programs in advancing public
humanities scholarship, exploring the rationale beyond their
efforts. Public programs will benefit as will the audience they
serve.

Acknowliedgements: Clarke Chambers, Professor of History, University
of Minnesota and Chair, Minnesota Humanities Commission; and Carol
Groneman, Executive Director, New York Council for the Humanities
provided valuable assistance in the preparation of some of these
npapers and other features of the project. Credit for the title to
Michael Shermaan. -

James P. Smith
Steven Weiland

These papers are dedicated to the memory of
Charles Frankel

who in his teaching and scholarship set high
standards 6f public utility and intellectual vigor.




PROLOGUE

THE REBIRTH OF A CIVIC CULTURE THROUGH THE HUMANITIES:
' TRE DANISH EXPERIENCE

by

R. Oakley Winters
P
For fifty years -- between 1814 and 1864 -- Denmark was
engaged in a continuing struggle against extinction. Disaster
after disaster cut at the vitals of this once-proud kingdom:
the sack of Copenhagen and capture of the royal fleet by the
British i3 1807, resulting in loss of control over the Baltic;
national bankruptcy in 1813; loss of Norway (to Sweden) in 1814,
an especially difficult blow to Danish pride; civil war, followed
by war with Prussia, over the border duchies of Slesvig and Hol-
stein in 1848; withdrawal of the monarchy in the same year under
intense civil pressure; and loss of the two duchies to the German

Confederation in 1864, which removed one-third of its remaining
territory and forty percent of its population.

Effects on the national psyche were devastating. One Dane
recalled the cumulative impact of. these economic and military
catastrophies as a literal paralysis of the Danish will: “...Al"
activity stopped as dead as if the last day were expected tomorrow;
the bookworm ceased gnawing and the thief no longer cared to steal.
cea OutwarQIy we were dead, literally, by thousands from sleeping
sickness."® [Impoverished, partitioned and despirited, the prog-
nosis for national survival was grim. Would the end come swiftly
at the hands of the German military again, or would death move
more slowly over the 1ittle nation through gradual acculturation?

K As we all know now, Denmark survived. Moreover, she survived
to flourish. The fifty years of darkness,. the most desperate in
her history, were followed by fifty of the most progressive en-
Jjoyed by any nation in the modern era. What occurred during this

» half-century was a remarkable transformation of Danish society,

a self-conscious reformation aimed at establishing a distinct
national culture, participation by all classes in the political
and economic life of the kingdom, and regaining some of the
respect she had lost in the arena of international affairs --
albeit through moral suasion rather than military power.

J
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Prior to the loss of Norway in 1814, power was concentrated
in the hands of a relatively small noble class which controlled
the economy through large agricultural homesteads worked by peas-
ant tenants. The hard-working small freeholder comprised the
majority of Danes, but he was virtually excluded from partici-
pation in national life by limited suffrage and restrictive mar-
keting and credit policies. While tenancy was a voluntary sti.us
under the law, access to land ownership and markets was severcly
restricted by minority controls. It was this restive and excluded
majority of small landholders which led the reformation of Danish
culture, taking advantages of military defeat, bankruptcy, and
loss of national esprit to wrest power from crown and nobility
to establish constitutional government with broad suffrage.

If Tife was moderately regressive by European standards when .
absolute rule was abolished in 1848, within just three ‘nerationg

Denmark would boast the most democratic economy on the continent
the world's highest literacy rate, and an astounding average liv{ng

stan”ird. If one accepts a premise heid by the great Irish human-
ist George Russell, that “a nation is cultivated only so| far as
the average man, not the exceptional person, is cultivated and
has knowledge of the thought, imagination, and intellectual his-
tory of his nation," then Denmark, by the early years of the 20th
century, had achieved an unusually high state of cultivation.

When Olive Dame Campbell traveled from North Carolina to Denmark
in 1926, she was impressed by the level of general culture, the
industriousness of. the average citizen, and the elan among. peo-
ple of the rural countryside. She observed: .

For after you have watched and studied and thought,
you know there must be something behind all this intel-
ligent activity. In our great country, the average
farmer is not interested in planting or saving trees
for posterity or in much else which may give more work
or interfere with his income. How has it come about
that the average farmer in Denmark knows the value of
good stock and keeps careful account of the yields of
his cows? How did the common man come to realize,
ethicaliy or economically, the importance of producing
as high-grade a product as he «as capable of producing;
and of keeping his product at that grade or improving
it? What §s the secret of Danish cooperation? Without
doubt some American farmers are better agriculturalists
than the average Dane, but it is the high average that
strikes one in Denmark, not only in agriculture but
in general intelligence.3

What makes the Danish renaissance espe¢:ially intriguing is
« that its seeds were sown in the npation's darkest hours, when she
had lost her status as the northern continental power. Vulnerable
after centuries of dominance, the Danes turned collectively inward

Full Tt Provided by ERIC.
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to find the will and resource to prevail against overwhelming odds.
Equally fascinating is the geographical and social strength of the
movement. Copenhagen and the large cultural centers of Aarhus and
Odense were virtually by-passed; the small landholders and peasants
from the rural countryside, especially the Jutland peninsula pro-
vided the leaders and the popular support for what has become

known as the Danish Folk Enlightenment. Unlike the emergence of
high culture in Sth-century Greece, the halcyon years of the Ro-
man Empire, or during the 16th-century Italian Rennaisance, each

of which corresponded with dominance by their respective govern-
ments in affairs international and drew their leadership from the.
privileged classes, the Folk Enlightenment in Denmark was a move-
ment of rural commoners. While the Danish revival did not pro-
duce intellectual and artistic attainments to equal Greece, Rome
and Venice at their respective heights, one is hard-pressed to
find a popular culture with 1{teracy, competence and civility

s0 widespread as in 20th-century Denmark. British historian
Richard Livingstone has called it "thﬁ only successful experiment
in educating the masses of a nmation."

There was ‘a third unique facet which marked the movement:
its substance was rooted in the humanities, especially in lan-
quage, history, mythology, literature, music, and religion. It
‘s this aspect, along with the profound impact the national re-
vival had upon virtually every countryman, that is the special
focus of this paper -- and for those who are interested in re-
lationships between the humanities and popular culture.

II

The theorist behind Denmark's Folk Enlightenment was Nikolai
Frederik Severin Grundtvig, Lutheran pastor, poet, composer, and,
in his last years, statesman. Little kn outside his home
country, he is a hero among his people; no individual has been
solinflugntial in the development of modern Danish thought and
culture.

Grurdtvig grew to adulthood during those dark years following
1813. Depressed by the indifference shown by the crown and the
nobility in the face of pending national disaster, Grundtvig
immersed himself in the study of cultures. He became especially
interested in the relationship between nations' spiritual concepts
of themselves -- their sense of special destiny -- and their
civic lives. He was intrigued by the Israelites' covenant re-
lationship with their God, as it seemed to provide a vision which
influenced the everyday 1ife and laws of the Jewish nation. Among
the early Christians, prior to the recording of the Gospels, he
discerned a similar relationship between spiritual and secular
1ife: the presence of a_living myth which was expressed through
the community it served.

‘Q 111
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Later, Grundtvig was influenced by Frederick W. J. von
Schelling's idea of “anskuelse": & uniquely national character
of shared expectations, traditicns and aspirations. A people
find their special destiny, their “anskuelse" .by continuous
search for meaning in thquythoiogy which shapes its culture.
*Assuming that the myths df every people are a pleasing expres-
cion of its spirit and that they form its spiritual temple,”
Grundtvig wrote, *they are necsssarily prophetic. They fore-
bode the destiny of a people."/ '

a

Denmark, he concluded, had lost its sense of special destiny;
so he began to advocate the study of ancient myths from the Viking:
Era, convinced that all Danes -- not only the landed wealthy --
must search out a uniquely national “anskuelse,” one which must
be at once. Nordic and informed by the Judaic-Christian concept
of a covenant community. The'tools for this search, in Grundtvig's
words, would be: .

the language, history, statesmanship, political science,
legislation and administration of the fatherland, but
this is not enough... the ~eople... must be approached.
.. from the requirements of life itself, and this means
the life of the people. There must be a concern for

the very core of this lifeS...

The idea that those who constitute the nucleus
of the people -- agricultural workers, farmers, manual
workers, sailors, and businessmen -- do not need any
training than that which is gcined behind the plow,
in the shop, climbing the mast of a vessel, in a
place of business may be all right for barbarians and
tyrants...{but not for Danes).... The same potential
for educational and cultural achjevement is discoverable
in both cottage and manor house.

Humanistic study and discourse was to be the vehicle for the
Danish awakering, but language, history amd the like were not to
be studied as ends in themselves. Instead, he discermed the
humanities as means by which citizens could transcend their pri-
vatism and ignorance to reach higher levels of personal and col-
lective meaning and purpose in being Danes. “He who wishes to
ascend to the immortal gods must hear their songs in the cradle,"”
“rundtvig said. "He must visualize them as images and models for
what he is to become."10

II1

Implementation of Grundtvig's theories has been realized
through the folk highschool, a residential institution peculiar
to its specific national purpose and without counterpart in
western history, The school is designed for rural adults (eight-
een years and older) to attend during the cold months, November

ERIC If’
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through March. Each is private, owned by church societies, po-
litical parties, agricuitural cooperatives, trade unions, or,
more comonly, by associations created expressly for the purpose.
Grants for construction‘andhgperations, and to students for tui-
tion, have increased over the years; these now amqut to about
seventy percent of the annual costs for operation. In spite
-of the predominance of public funding, the eighty or so folk
highschools remain under the control of private boards of trustees;
government restrictions on programs virtually do not exist.

Folk highschool ‘curricula reflect Grundtvig's concept of the
eminen acticality of study-in language, literature, history
and world affairs: that is the humanities which provoke
questions of ultimate ¥3lue and meaning. The curriculum at Ry-
slinge in 1850 was YOrm:u around courses in Human History, Bib-
lical History, Church History, M{%hs of the North, Geography,
Literature of Denmark and Music. One hundred and thirty years
later, the curriculum at Askov, the oldest and largest school,
retains its humanistic core; there is less emphasis on church
and Biblical history and more attention to world affairs and

social problems. (Interestingly, only three courses in the sci-
ences -- physics, biology, and chemistry -- are offered.)

Also retained is Grundtvig's idea that education for adults
should be self-motivated. Folk highschools offer no examinations,
no requirements for entry, no credit hours, and no.certification
upon completion of a term. This is consistent with Grundtvig's
purpose "that all who attend gnd who already have found a vocation
of their choice and competencé could return to their task with in-
creased desire, with clearer views of human and civic condi&ions.
.. and with increased joy in the community of the people."
Applying external measurements or rewards to such an experience
cheapen it, he reasoned. '

To Grundtvig, a special type of teaching would be required
to stimulate a national revival among the common people. Danes
must wrestle with the concept of a national “"anskuelse" -- a
spiritual as well as an intellectual quest. Thus, education
must. inspire as well as describe. Teachers of a very special
sort would be required, persons deenly learned whose knowledge
has been tempered by practical experiences outside the a«:aﬁem_y."4
They should reflect the nation's highest aspirations, as artists,
public servants, clergy, philosophers, and writers. Even today,
few folk highschool teachers are trained as pedagogues -- nor do
many hold terminal research-oriented degrees from their univer- -
sities. An American visiting several schools in 1977 concluded
that unlike many cultures, thfsbest of the population is chosen
to teach in folk highschools.

The impact of the folk highschool on life in rural Denmark
has been, in‘a word, profound. Between 1880 and 1910, approxi-
mately one-third of the rural population had attended a folk

Aruitoxt provided by Eic:
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highschool. Currently, about ten thousand Danes each year attend
“long terms” (five months), and thousands more take summer “short
terms.” If one examines the more significant reforms in Denmark
over the past 125 years -- the cooperative mevement in farming

; and agri-business, the reclamation of some 3,000 square miles of
heath on Jutland, peforef$iation, expansion of common school educa-
tion, development of the social Democratic Party, family and medi-
cal services and the like -- the leaders share participation in a
folk highschool program. Like a secular missionary society, Grund-
tvig's “school for life" has exercised an influence far greater
than its numbers reveal, as noted by David C. Davis in his mid-
1960's study of the movement: '

This easy relationship between the government
and the highschools... has had much to do with the
great influence which the highschool and highschool

‘ idea have exerted on the life of the country. Mith

" highscheol people... in government and among the

leaders in the voting populace, it was possible for
the schools to keep their freedom which is so essen-
tial to their work.... At the same time the folk high-
school people carried their... way of thinking into
matters of government, so that ideas of cooperation,
social welfare, conservation and the Jike were con-
genial to them. Thus the highschools, thriving in the
supportive climate which their graduatas and supporters
helped to provide, were able to expose more... people
to this same folk highschool idea -- these people then
moved out intc society... endeavoring to put the ideas
into action.17

- It is presumptuous to suggest that the folk highschool re-
formed Danish culture. More accurately, the folk highschool was
an institutional embodiment of the thought which informed the -
Folk Eniightenment -~ a popular response to Grundtvig's concept
of a national search for a vision of its spiritual destiny.
Attempts to export the folk highschool's institutional frame-
work have failed to recognize this subjective reality: the folk
highschool is a means, not an end in itself; it is a cultural
vehicle designed to help Danes to know and reflect on the meaning
of citizenship and national 1ife in the broadest sense. In Grund-
tvig's words, the highschocl “must strive to awaken, nourish, and
clarify a higher concept of human living,... specifically of the
life of the Danish people and the Danish citizen."18

Iv

What lessons for public programs in the humanities can we
—_ draw from the Danish Folk Enlightenment? Perhaps there are a few
| gencepts which are transferable. ™

Q 14
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Above all else, the Danish experience reveals the important
relationship between spiritual and civic experience in human 1ife.
ﬂ%piritual not in the nmarrow sectarian expression so common to

ormalized worship, but spiritual as relating to man's need to
transcend the material, the personal, and the mundane in reaching
into the unknown toward a higher ideal. This Platonic concept of
the Good; Grundtvig believed, could, when sought by an entire
culture,. inspire greatness in the routine civic life of that cul-
ture. Without a spiritual vision of what can be, there is no
ideal to guide everyday life. The spiritual domain provides the
vision, and the vision is interpreted and understood through myth.
Myth, in turn, infuses language, history, literaturd, law, and
religion -- the humanities -- with meaning. The humanities pro-
vide the parables through which the myth lives within the experi-
ence of citizens. This suggests that the humanities, when viewed
as means rather than ends, may help even the most literal-minded
of our fellows to move from private experience to the realm of
shared experience, learning to see new meaning in the process.
The transactions hold potential for enriching both the *student”
and the myths.

. The transcendental value of the humanities appears to be at
the heart of the Danish Enlightenment. Literature, history and
myth held a purpose: to allow the rural Dane to move beyond pri-
vate experience. When undertaken oh a broad scale in search of a
corporate purpose, in closely-knit residential communities (folk
highschools), the study of the humanities served to hone a national
personality marked by unusually high competence and conscience.
Important, however, was Grundtvig's notion that education must
begin within the everyday life of the citizen and then challenge
him to move beyond what he khows and understands.

The transcendental potential of the humanities, allowing for
virtually anyone of average intelligence to move through the veil
of privatism toward a new understanding of meaning and purpose in
public life, is a powerful tool which we have at our disposal.

If we look at all the humanistic,disciplines as sharing this
transcendent quality, could this be a first step in defining the
essence of a public role for the humanities?
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Footnotes

1. Quote from A.H. Hollman in 1910, recorded by Olive Dame
Camp?ell in The Danish Folk School, (New York: The Macmillan Co.,
1928), p. 32. -

2. In 1850, 42.5% of the farmers in Denmark were tenants; in
1905, the percentage of tenant farmers was reduced to 10.1. In
1925, 92% of the farmers owned the land they cultivated; 66% of
the agricultural land was in the hands of middle-class farmers

‘ owning 50-60 acres, and an additional 13.6% of the land was owned
by 20,000 farmers working 20-25 acres. Thus, 79.6% of the agri-
cultural land was owned and worked by small landholders -- in

. stark contrast to the predominance of large holders in 1850.

While a modest increase in managed holding has taken place since
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Official Handbook, (Copenhagen Royal Danich Ministry of Foreign
Affairs, 1973), pp. 461-458.
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Un1vers1ty Press, 1944), p. 44,
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pubTished by Michigan State University, 1979), p. 2.

6. The writings of Irenaeus, one of the fathers of the Christian
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and the sacraments. Johannes Knudsen, Introductony Essay in N.F.S.

-GrugdtvrggSelected Writings (Philadelphia Fortress Press, 15735.
p .

7. N.F.S. Grundtvig, "Introduction to Nordic Mythology," (1932).
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11. The importance of the folk highschool is revealed by the
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17. Ibid, p. 7.
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THE PUBLIC STUDY OF LITERATURE

by

Alan J. Shusterman

ﬁ

Public literature projects have not been at the center of
the National Endowment for the Humanities state program. Scholars
of literature raised theoretical and pedagogical objections to the
program’'s first guidelines, which required that the humanities be
used to discuss public policy issues. In response, some state
programs interpreted the policy requirement broadly, permitting
projects on contemporary issues rather than specific legislative
questions. The 1976 congressional reauthorization of NEH pemmitted
more extensive guideline revisions, but most of the resultant
changes involve literature only peripherally. New grant categories
deal primarily with local history, museums and media. Literature
projects are particularly problematic because creative writing is
considered an art form and assigned legislatively to the Arts Endow-
ment and state arts commissions. Literature study is clearly part
of the congressional humanities’definition, but dramatic perfor-
mances and poetry readings (excellent stimuli for study) are art
forms. Even today, many state programs still express a3 strong
preference for policy issue grant projects. Legislative and
guideline changes have not yet prdduced a clear analysis of or
direction for literature projects. '

The problems are complex, and they extend far beyond the
boundaries of the state program. They are rooted in the antipopu-
list and antibourgeois ideologies of the modern and postmodern
movements in literature and criticism, and they have developed as
an integral part of the profession of literature study, as prac-
ticed in American colleges and universities. To consider the pub-
lic's involvement in literature study without reference to the
state of the discipline is to remain limited to platitudes or
proposals far from reality. When we discuss how the public should
be encouraged to study literatuie, we must be certain we understand
both the study and the public. No simple grant formula will make
a difference.

I am grateful for the sabbatical leave graited to me for this
project by the Indiana Committee for the ﬂu@anities in cooperation
with the National Endowment for the Humanities.
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Fortunately for the goals of the state program, serious
writers and scholars are beginping to raise basic questions about
literature, criticism and the profession. In this paper, I will
Took at those questions and then relate what I see to public Vit-
erature study. Two warnings: First, because the issues are com-
plex and interwoven, I will be forced to generalize in areas de-
serving more study, butl will give suggestions for further read-
ing. Second, although most of what I say also applies to drama
gnd poetry, I will draw examples from fiction, the area I know

est. - * :

e

The Condition of Literature

Ask three writers and three scholars what are the most im-
portant types of fictional writing today and you will probably
come away with six different answers. The answers probably will
fall on a continuum stretching from traditional fiction (which is
‘usually mimetic, that is, it represents lite, tells a story)
through varying degrees of narrative complexity {(juxtaposing to a
story a self-conscious, usually non-chronological exposition), to
the extremes of postmedern, avant garde ar experimental fiction
(where, generally, the artifice of the writer is all, littie or
no story exists, and the ideology or anti-idevlogical stance of
the writer is carried through the performance in language).
Traditional novels tend to be equated with a conservative or
bourgeois political stance; experimental ones with radical poli-
tics. Along with the continuum from traditional to experimental
is a continuum in readership. Generally speaking, the more tradi-
tional a novel, the easier it is to understand and the more it is
likely to have a wide audience. The more experimental or avant
garde a novel, the more it is intended for a smaller, self-conscious,
or elite or educated audience. Writers of genius appear all along
the continuum, but when 3 critic mekes a judgment about the impor-
tance of a work or writer, he also makes a judgment about a view
of society, about the audience for literature and about the
modern/postmodern rejection of traditional narrative forms.

Beginning in France, in the nineteenth century, the task of
writers became not to please but to challenge the reader, not to
reflect society but to transform it. These were the roots of
modernism. A bourgeois audience was assumed, but the work of art
was written in opposition to the interests of the audience. The
modern work subjectsconventional ideas, characters and forms to
the vision of the artist, usually with the purpose of leaving old
meanings in fragments intended to represent the chaotic possibili-
ties underlying normal life. For example, Leopold Bloom's day in
Ulysses is to some extent an excuse and situation for James Joyce's
Tinguistic performance which makes art of a banal life. Postmodern
writing takes the basic principles of modernism further. Writers.
such as Alain Robbe-Grillet in France and William Gass, John Barth
and Donald Barthelme in America in varying degrees reject the
ideas of coherence, character and stpry. Robbe-Grillet argues
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that the novel itself represents_a social order whose time has
passed. Along with the old social order, these writers reject
its unenlightened populace and write for the audience educated

by the modernists and by modern ideologies, particularly those of
Freud and Marx. An educated readership has been prepared for ex-
periments, and postmodern novelists can write for a specific--
albeit small--audience.

Along with these twentieth century movements, the traditional
novel has been maintained in many forms, and many novelists write
for a less specialized readership. Early in the century Ford
Madox Ford writes of his collaboration with Joseph Conrad, "We
thought just simply of the reader. Would this passage grip him?
If not it must go. Will this word make him pcuse and slow down
the story? If there is any danger of that, away with it."
Although both men were experimentalists, in their collaborations
and apart they attend to common readers. Throughout the century
serious American writers such as Hemingway, ritzgerald, Yolfe
and Bellow all draw from the experimentalists while maintaining
story, character and the representation of society in their novels.

Another traditional strand in fiction of this century is
found in popular literature. As literary art increasingly set
itself in opposition to the interests and conventions of common
readers, ‘the readers found others more willing to please them.
Romance, science fiction, mysteries, spy novels all are popular
genres, all have some good writers, and all follow fairly straight-
forward or formulaic lines in the development of plot, character
and narruative. These novels comprise most best seller lists, but
they are not the literature treated seriously by academics and
“good” writers. The splits in literary culture between “serious"
and “popular" literature and between representational and non-
representational literature are important to the public's involve-
ment in liferature study. One cannot assume general familiarity
with common texts, and the works most frequently studied and
written about by academics are not the-ones most often read by
the public. The scholar’s relationship with popular fiction is
likely to be different from his relationship with "serious" writing.

Some serious-but-traditional writers recently have begun to
issue an open challenge to postmodern fiction, arguing that the
avamt garde itself has become the home of the most conventional
and trivial ideas. The most vociferous challenger at the moment
is John Gardner (author of Grendel, Nickel Mountain and other
works), who argues in On Moral Fiction (New York: Basic Books, 1978)
that both literature and criticism must return to a more traditional
view of life. "The traditional view is that true art 1s moral; it
seeks to improve i1ife, not debase it. It seeks to hold off, at
least for a while, the twilight of the gods and us" (p.5). Ideol-
ogies of writers, the cult of the avant garde, and the tenor of

' 24




20

literary discourse all come undei attack. He criticizes most
American writers, at times justifiably. at times not. What is
important about his critique--and others such as Saul Bellow's
1976 Nobel Lecture (The American Scholar, 1977, pp. 316-325).-
is that they argue against the postmodern literary forms mos:
praised by educated-andtagzdemic audiences and tney. arque for a
view of life more open he common reider. The attacks have
been powerful and fundamental enoygh to raise a major dispute.

Both Gardner and Bellow use simple language to make their
cases. Gardner: "True art treats ideals, affirming and ciarify-
ing the Good, the True, and the Beautiful. Ideals are art's ends;
the rest is methodology" (p. 133). "Despite the labors of academic
artists and those sophisticates who are embarrzssed by emotion,
it seems all but self-evident that it is for the pleasure of exer-
cising our capacity to Tove that we pick up a bovk at al1" (p. 84).
Bellow: "What would writers do today if it would occur to them
that literature might once again engage those 'central energies,’
if they were to recognize that an immense desire had arisen for
a return from the periphery, for what was simple and true?" (pp. 322-
323). "With increasing frequency I dismiss as merely respectable
opinions I have held--or thought I held--and try to discern what I
have really lived by, and what others live by" (p. 324).

Harold Rosehberg, ghe art and social critic, pointed out
twenty years ago in The Tradition of the New (1955; rpt. New York:
McGraw-Hill, 1965) that:

The famous "modern break with tradition” has lasted long enough
to have produced its own tradition. Exactly one hundred years
have passed since Baudelaire invited fugitives from the too
small world of memory to come aboard for his voyage in search
of the new. Since then there has come fnto being an art whose
history, regardless of the credos of its practitioners, has
consisted of leaps from vanguard to vanguard, and political
mass movements whose aim has been the total renovation not only
of social institutions but of man himself (p. 11).

Gardner and Bellow now argue that postmodern literature has moved
beyond these cosmic, and probably impossible, aims into a self-
enclosed isolation. In sum, the acts of reinventing form, decon-
structing reality. and discovering the new are themselves old
fashioned, traditional and conventional, artifacts of early twen-
tieth century western culture. Based on my experience with the
public, I would argue that the postmodern neglect of the common
reader has led to a failure to treat the central forces and
issues of our time. )

Criticism Today

What do scholars and critics of literature do? Like the 500
pound gorilla in the old joke, do they do anything they please?

2
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Do they pursue information, facts, correct texts? Do they pre-
serwe literature? Do they create or work out theories or the
vacuums left by theories? Do they look for meaning? Its absence?
Do they promote and demonstrate literature? Do they just face
Titerature down? Do they write fictions? Do they read or mis-
read? Do they promote social revolution, cultural revolution, or
do they improve, save or correct society? Are they moral or
amoral, social or individual, defined by their society, their
institution, their department, their family, their work, their
love, their students,: their therapist?

\

For our purposes,iit will be helpful to look at the most
respected forms of critiicism and scholarship, since these set the
standards by which the rest of the discipline measures itself.
The issues are similar to the ones raised for writers. Like
crooks and cops, writers and professional readers speak the same
language, know some of the same intermediaries, study the same
techniques. By and large they are adversaries, although many
cross from one side to the other. It is important to realize
that the contemporary critical debate concerns not only contemp-
orary literature. It permeates the schelar's view of all litera-
ture, and it affects the way the history of literature is inter-
preted and taught. A work written in 1820 will be reinterpreted
through the eyes of a critic who is reading new theories and new
novels. The continual reinterpretation of literature has merits
and problems. It helps an ever-changing world to see the ways in
which current concerns were faced in different times and places;
it can help literature stay alive. On the other hand, "it fre-
quently produces absurdities by imposing anachronisms on a work:
the psychoanalysis of Hamlet is a famous lapse of judgment.

Gerald Graff's important new book, Literature Against Itself:

Literary Ideas in Modern Society (Chicago: University of Chicago,
1979), stands in roughly the same relation to literature study as
Gardner's book does to fiction writing. They both argue that, in
spite of what we know about cultural relativism and the role of
-perception and language in shaping the world we see, reality still
exists. Graff notes: "The first thing to be said is that the
fact that our statements do not possess meaning apart from the
codes and grammars which generate them does not mean that what
these statements refer to is nothing but the codes and grammars
themselves" (his emphasis, p- 196). After accepting the ultimate
inexpressibility of reality, both grgue that the obsession with.
this limit has trivialized writing and criticism. Both also are
aware that talking about truth and meaning has, in some circles,
become a radical act. Gardner brandishes the word "moral” in

the title of his book. Graff notes that when mimesis survives in
literature: —

it tends to go unnoticed. This is because our critical vocab-
ulary either has no place for it or is committed to denying
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that it is there at all. Unlike the words for talking about
things like "intertextuality” and “reflexive structure," the
words for describing what literature says, what it is “about”
are all marked with the stigmata of squareness and banality.
There is no up-to-date jargon for talking about the referential
values of literature (pp. 12-13). |

For Graff, postmodern criticism is defined by its rejection of the
claim of literature and art to truth value (p. 32). HKe finds the
roots of the rejection in New Criticism, the major modern critical
movement. Postmedernism, to him, is less a reaction to New Criticism
than a different approach to the same end. .Graff sees New Criticism
as attempting to rescue literature and the imagination from “the
nightmare of modern history--from war, totalitarianism and ex-
ploitation" (p. 101). . New Critics try to shield Titerature from
those who would make direct use of it, who would reduce it to .
theory, sociology or biography, who would make it another object

in a mechanical and technocratic world. In practice, though,

New Criticism also helps to cut literature off from its social
sources and helps professionalize interpretation. Postmodern
critics, in Graff's view, choose personal self expression as a new
means of resisting the same forces (p. 138), but by rejecting
mimesis, tkey continue literature's alienation and lessen litera-
ture's value.

Graff believes that the time for alienated literature has
passed. The avant garde in arts and criticism are not radical,
but conventional: “The real 'avant-garde' is advanced capitalism,
with its built-in need to destroy all vestiges of tradition, al)
orthodox ideologies, all continuous and stable forms of reality
in order to stimulate higher levels of cansumption” (p. 8). In
America today, the middle of the road is not thé work ethic of a
stuffy conventional bourgeosie (the object of scorn for early
modernists), it is the trend-conscious, fickle, ironic, consuming
leisure public, accustomed 1o televised and printed absurdities
far beyond the fantasies of experimental artists and critics.: The
public is not usually shocked by the avant garde but accepts ‘the
meaninglessness of it all and retreats into what Christopher Lasch
calls a culture of narcissism. Graff sees the postmoderns not
as a threat tb the existing order but as a part of that order:
they help condition people to the whirling pace.

He ties the academic world to this conventional radicalism:

Auden in Oyr century has said, we move to the imperative that
poetry ought to make nothing happen, and finally to the axiom
that it 1s not real poetry it if aims at practical effect. By
this logical route, the alienated position of literature ceases

From the Eerception that "poetry makes nothing happen," as
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to be an aspect of a particular historical condition and be-
comes part of literature's very cefinition (his emphasis, p. 46).

Literature and criticism are thereby coerced from dealing with
‘issues and people are forced to live with ideas of a former time:

The old understanding, the myth that we live in a "repressive"
society and that patriarchy, authoritarianism and elitism are
our main enemies, dies hard. Thus radicalism is diverted from
legitimate targets--injustice, poverty, triviality, vulgarity,
and social loneliness--to a spurious quest after psychic 1ib-
eration (p. 101).

Graff suggests for universities a return to the study of history
and literary history as a balance to an anti-historical society.
He also advocates a literature and criticism of representation,
of social concern--"a recovery of society by the artist" (p. 236).

Graff's rich book calls for changes which would open litera-
ture and criticism to more of the public. The modern and postmod-
ern trends he describes have helped create a culture apart from,
in opposition to, normal public life. Contemporary literature
often advertises its inaccessibility. Contemporary criticism--
whether advocating the multiplicity of reader responses, the anal-
ysis of deep structures or the impersonal interpretation of self-
enclosed texts--often protects itself from social issues and im-
mediately apprehensible meaning with a thick technical jargon or
a science-like refusal to consider methodologically insoluble
mysteries. Formal concerns are not rooted in life. (In these
respects literature differs little from other humanities disci-
plines.) A non-professional public has little to say in the dis-
cussion, and little useful to learn from it. The public is ex-
pendable. Far from being only an accident of university econo-
mics, the exclusion of the public from modern and contemporary

,1,Jit ature.and criticisgh;s the result of an intentional rejection
by §§tellectuals—uf any not willing to take an arduous journey.
The significance of Graff’s beok: 1ies in part in its argument
that the modern journey has become trivial, a pilgrimage to Levit-
town. Rather than being part of the great mystery of our time,
it has become just another part of the cosmic sales pitch.

The Profession Today

A-self-enclosed literature connects to a self-referential
criticism and both have ties to a selfcdefining professionalism.
The same social milieu which foster@@ the literature and criticism
also produced the modern university and its English department.
The demands of New Criticism, the challenge of experimental fic-
tion, the professionalization of all academic life, the post World
War II population bulge, the expansion of the university, the rise
of science, Sputnik and the Vietnam War made English departments
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what they are today, complete with their considerable intellectual
achievements and current problems.

Although the profession and its content are as much a part
of the social forces in the world as any other human phenomenon,
professors often argue that it is completely their job to decide
what the profession should be. Richard Chmann's excellent book,
English in America: A Radical View of the Profession (New York:

xtord, 1976), quotes a department chairman arguing that an.

English department meets “the major part of its obligation to so-
ciety" by meeting its obligations to students and the profession.
Ohmann compares this attitude with the notion that what's good
for General Motors is good for the country. He comments, "To press
the identity of one's own interests with those ¢f the larger soci-
ety is the normal task of ideology, and we teachers of literature
have our own ideology” (p. 227). English departments share the
limitations of other professions. Yet Ohmann sees the develop-
ment of professional status in the twentieth century as an almost
necessary response to impersonalization, “for to be a professional
is to regain at least some control over the nature, the pace and
the outcome of one's work" (p. 251). The profession establishes
some order, some boundaries. But when the rules and needs of
the society change, it is difficult for a profession to respond.
Loyalty to members and to the or:ginal professional purposes may
conflict with the social change

The idea of the professionai Lan add to the distance between
the general public and culture. For example, each profession de-
velops its own specialized languages. As we cone to understand
the universe through the languages of statistics, physics, medi-
cine, psychology, computers, linguistics--specialities all--we
impoverish the words we speak in common. As we each take charge
of some little part of the world and learn to control or under-
stand it, we take away from what is shared by making specializa-
tion the major use of intelligence. Ironically, professionals
subtract from public or common language what they add through the

.achievements of their profession. When professicnal scientists--

say in the field of medicine--develop the appgopriate language,
techniques, equipment, training, and support Systems, they can
pursue objective knowledge, capture parts of it, and then with
rigid controls put it to use. English literature scholars follow
a similar pattern, and departments reward it, but the specialized
knowledge triumphantly gained is of little use, except to other
professionals. It is not progressive in the same way as medicine,
and unless translated, it cannot be understood by the public.

And just as one of the limits of medical training is that the
doctor treats the test results, not necessanily the disease, cer-
tainly not the whole patient, so the expert scholar often treats
the critical methed, not necessarily the work, certainly not the
student, the body of literature or the society. Some doctors,
some scholars triumph over their training, but the professional
pattern often discourages attention to the whole picture.
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With professions strong, amateurs lose confidence in them-
selves. Parents a few years ago felt they could not raise their
children witnout the advice of Dr. Spock. Similarly even educated
nonspecialists lost confidence inm their ability to relate directly
to literary texts. Louise M. Rosenblatt in The Reader, The Text,
The Poem (Carbondale: Southern 111inois University, 1678) observes:

Lacking confidence or lacking interest in their own direct re-
sponse and thus cutting themselves off from their own aesthetic
roots, they turned for guidance to explications and criticisms
and often devoted more attention to these than to the texts
themselves. Literature became almost a spectator spert for
many readers satisfied to passively watch the critics at their
elite literary games (p. 140). . '

Public audiences, even educated ones, are likely to look to a
professor of literature for correct interpretations of a work,

s for information, rather. than for encouragement to read the work
themselves. This problem is a familiar one to teachers of litera-
ture, but few realize how their own profession contributes to it.

As we have seen, the motivations for these "elite literary
games” are often noble: an attempt to use close textual readings
to protect literature and its study from simplistic reductionism,
and an attempt to make professional 1ife more humane for profes-
sionals. The profession also quite rightly has accepted respon-
sibility for preserving and correcting literary texts and main-
taining the history of literature. But too often there is . “eal
tension between what tha profession respects and rewards--thc pro-
fessionalism itself--and what would best serve both society and
literature. George Levine writes, in "Notes toward a Humanist

« Anti-Curriculum," (Humanities in Society, 1:3):

The 1life of most English departments in America, for example,
depends on two things--the Freshman English course that no-
body wants to teach, and the majors (who are disappearing). . .
Most educated people do not imagine reading literature as a
profession, and they see literature as a part of life askew
from practical concerns. The primary objective of teaching
literature, one would have thought, would have been to show
how the experience of literature is humanly (notprofession-
ally or vocationally) important. Yet catalogues, and the
[Harvard Curriculum Revision] Rosovsky Report, with whatever
lip service paid elsewhere, enshrine the humanities in their
separateness, not as an aspect of all intellectual experience,
but as a detached egquivalent of, for example, the sciences.
\ English departments therefore develop on the model of the
other "disciplines,” promoting the sort of research that will
have the same kind of status as the sciences (hence the
structural imperative to systematize), and will lead to the
same kinds of "contributions to knowledge" and the same kind
of livelihoods (pp. 239-240).
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In sum, the profession's sometimes noble, sometimes base attempt
to enshrine literature as a source of fundamental, irreducible
knowledge in and of itself, has run into hard times. Amid the din
of ideology, exciting intellectual battles are being fought, and
the battles have great implications for the way literature is
written and read. But often the discussions seem to be taking
place on the Titanic or in a language sn obscure that nobedy lis-
tens to it.

The work of Graff, Ohmann and others shows that the debate
must be broadened to incorporate more discussants and to take in
a more complete view of the society in which it takes place.

They note that the demographics are changing. If departments
train more professionals, the professionals will not find jobs.
So majors are drifting away, the undergraduate liberal arts cur-
riculum is being revised again, and administratces are paying
more attention to writing and "service" courses. In many depart-
ments a strange schizophrenia exists: professional, specialized
scholarship is rewarded; basic literature and writing are taught.
Finally, at the edges of the struggles stand the very small. state
humanities programs and continuing education departments which
occasionally pay a humanist some fragment of his regular salary
to talk about literature with a cross section of the public. Al
these forces come into play as adjustments are made in the pro-
fession and as new generations take over. It is not clear, though,
which literatures, which professionals, which students, which ap-
proaches to culture, society and the public will win out. Levin
C. Schlicking, in The Sociology of Literary Taste (tr. Brian Bat-
tershaw, rpt. Chicago: University of Chicago, 1966) coolly ob-
serves: "To the belief that the good wins through, the critic
can only offer the sceptical reply that that which wins through
will thereafter be regarded as good" (p. 58).

Literature in Public Programs

The public is no easier to understand than the profession.
There is no common reader. The general public does not often
exist. As Rosenberg argues:

The image of the simple layman waiting on the doorstep of art
is « morbid fancy of modern thought. If there is anyone in
America who has managed to elude being educated by free com-
pulsory schools and by the millions of pictures and written
and spoken words poured into every crevice of this country
hourly, he is so hard to catch he may as well be written off
as prospective audience material. Today everybody is already
a member of some intellectually worked-over group, that is,
an audience. And in the sense that it is literate, selective
arnd self-conscious in its taste, every audience is an audience
of intellectuals. Science fiction, tabloid sports columns,
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rock 'n roll gab, the New Criticism presuppose various levels
of technical preparation and familiarity with terminology on
the part of their readers (I am not saying which way is up} . . .
{(The Tradition of the New, p. 60).

And, one may add, the economically disadvantaged minorities some-
times have a functioning culture and language richer than popular
culture: the trick is to approach it on its terms. - Rosenberg
also notes that the public is the "sum of shifting groupings,
each with its own mental focus,"” and that intelligence cannot be
decided by the grouping. Some factory workers, for example, are
history buffs; some housewives have Ph.D.'s in philosophy from
Yale; soap opera aficionados may have a high intelligence chan-
nelled into low art; and a professor of literature may be an un-
creative hack who slipped through the screening system. Finally
the number of college-educated professionals is large and increas-
ing. Each individual, each group stands in some relation to some
literary artifacts, and the basic relations must be taken into
account when an attempt is made to teach.

Discovering the public conrc:tions to literature requires
analysis and hard work. There are two problems here: first, to
create or find the public situation in which literature can be
studied, then to work with the variety of students involved in
the quest, to teach. In colleges the first problem is solved by
limiting teaching to courses and by either mandating a course as
part of a curriculum or allowing the audience to elect it. Reach-
ing a public audience outside the university, however, often re-
quires that the course format be abandoned. The door is open to
television and radio, newspapers, conferences, luncheon speeches,
i vformance-discussions, public forums, ad hoc commentaries, 1i-
brary discussion series, lectures, free universities, church ser-
mons, seminars and on and on. Often in public the duration and
concentration of study possible in a class are lacking.

Programs can be categorized according to their use of liter-
ature. In one type of program, literature is the subject, and
audience members select themselves according to their interest
in'the type of literature presented. Examples include a community
lecture series by a Thoreau scholar, a library great books discus-
sion series, a discussion of a play before or after a performance
by a repertory theater. A liierary program topic will produce an
audience more or less comfortiable with a discussion of literature,

‘but it will screen out people, usually less educated, who do not

understand what literature study can be. If the text selected is
considered "serious" (say, Dostoevsky's Crime and Punishment),
readers intimidated by the idea of the text wiil avoid the program.
Possibly they could be enticed by a thematic program title, such
as "The Literature of Alienation." When the texts selected are
part of popular culture--for example, science fiction films--the
audience will be more diverse, more technically sophisticated
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(watch your quarks), but less sophisticated in relation to liter-
ature. In any of these situations, the good scholar-teacher in-
terested in the public will have little trouble finding her way.

In another type of program, literature is used, sometimes with
other humanities disciplines, to help people understand a culture,
a moment in time, an event, a place or a phenomenon. Examples of
these programs include seminars or other programs on subjects such
as Chicano culture, Kentucky in the Civil War, the lessons of the
Holocaust, 6r black holes. The teacher must accept the mimetic
functions of literature to succeed in these programs; she must
move back and forth between literary representations and the world
outside. For example, participants in a symposium on the Holo-
caust will not be satisfied with an analysis of Elie Wiesel's
writing as a response to twentieth century experimental fiction.
What they want to understand is the Holocaust, and they believe .
Wiesel can help them. Similarly, a neighborhood seminar on
Chicano culture must address social and personal topics--family
tife, language and power, economics~-as literature illuminates
and clarifies the experience of the seminar participants. By re-
fusing to subsume literature to social theory while exploring the
view of society within particular works of literature, the scholar
can be true to her material while satisfying the participants'
desire to understand the subject deeply. Broad, interdisciplin-
ary topics do require the scholar to move between texts and soci-~
ety, but they usually leave enough freedom of subject for the
literature to appear as literature. (A related type of project,
the humanist in residence in a small town, defines a situation
and allows the topics to grow out of the scholar's availability.
Some topics will involve literary subjects; others relate liter-
ature to an interdisciplinary social inquiry. The scholar works
within the existing cultural, social and educational institutions
of the town to discover the best ways for people there to study
literature.) .

A final type of public program selects a topic which has no
direct connection to the study of literature and then employs a
literary scholar to illuminate it through literature. Examples
include public policy discussions on subjects such as juvenile
Justice, land use, the ERA, or Presidential politics. In these
cases, literary scholars are often in alien territory, and audi-
ence members have not come to hear about literature. The results
are usually poor. When seen from the point of view of serious
literature study, the history of the state and public programs
shows an almost complete failure to relate literature to public
policy issues. Works of literature which do address public poli-
cy issues almost always dismantle the issues into their human or
linguistic components. A literary way of knowing is indeed es-
sential to a deep understanding of public policy, but it cann
be applied like a bandage to a specific wound. An audience drawn
to a discussion of nuclear power or taxation is an audience of
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believers, pro and con. A live issue implies existing actions,
commitments, plans and proposals. The potential for drawing back
far enough to reflect is small; the chance of understanding the
Titerature of the subject as literature is nonexistant. Litera-
ture is indirect, circuitous, complex, reflective when it touches
problems, and it cannot be understood in white heat.. In some
cases, evaluators report, a resonance and depth is given to poli-

" cy conversation by literature scholars, but this use of litera-

ture is a form of illustrated political analysis in which the
argument must come first, before the literary work. In other
cases scholars function successfully as moderators or discucsion
“facilitators,” but these tasks have little to do with litera-
ture. Relating literature to specific public policy issues is
not seen as especially valuable by any of the varied and conflict-
ing theories of literature afloat today. (The only major excep-
tion may be the social utflitarian literature of doctrinaire.
Marxism.) More to the point would be an investigation of works

of literature which, if read.carefully, remind policy makers and
partisans of the individuals their action touch. No wonder that
state programs report difficulty involving literature scholars in
public policy projects. Most successes have occurred when the
public policy requirement has been bent or ignored. To find

the relationship between the public and literature study, state
programs must move as far as possible from their old requirements.

Teaching the Public

Teaching, never a simple matter to discuss, is a craft or
art form itself, Much of what is written about undergraduate
teaching is relevant to public teaching, and I can not review
this immense body of material. Instead, I will try to point out
some of the major problems specific to public situations. One
caveat: many of my generalizations about audiences will be con-
tradicted by specific groups. In my discussion, I minimize the
highly literate audiences because these groups already share many
of the scholar's interests.

The program subject and setting will define the motives and
interests of audience members or students. Usually the scholar
will not be able to steer a discussion from the topic to theoret-
ical issues without losing his audience. The problem is imbedded
in the words themselves "audience," "student," "teacher,” or
"scholar." Public programs tend to be short--conferences or sin-
gle seminars. Few really are extended classes, and enly in
classes do the words “"student" and "teacher" easily apply. In
fact, in situations such as television shows, the scholar may act
as a consultant or a performer. Participants in most public pro-
grams see themselves as members of an audience, and they see the
presenter as an expert who will give information. They need to
be enticed into becoming discussants or participants. Scholars
must adjust their approach to the program duration, setting and
audience interests.
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Members of a public audience are seldom all familiar with
great works of literature. The inferior popular works that al-
most everyone knows place limits on the discussion. Because no
common integrated culture exists, the scholar must face the prob-
lem situationally. Even when an audience is sophisticated, there
usually will be a tension between the scholar, representing lit-
erary or culture history, and the audience, representing some
portion of the present. The task, in part, becomes to interest
the audience in a historically significant text (you need not go
far: D. H. Lawrence and Theodore Dreiser are part of history) or
to draw historical or thematic analogues. from a contemporary
work. Graff argues that the function of the u